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ABSTRACT

MENTORING AND STUDENT ACHIEVEMENT
IN AFTER-SCHOOL PROGRAMS
BY
Joy Allyn Oaks
July, 2003

Children who encounter reading difficulties are often given supplemental
instruction through school programs of various kinds. Because of a need to assist
struggling readers, an after-school program that focused on remedial reading through
mentoring was created for sixth and third grade students. Through the review of the
literature, it was found that well structured mentoring can provide positive benefits for
both mentors and their proteges. The review of the literature also suggested that reading
skills can be enhanced and developed through mentorship. The program's goals were to
have students reading at grade level, develop positive attitudes, pursue hobbies, and
acquire positive relationships with peer mentors. Reading activities included use of the
Accelerated Reader computer program that tests children on books that they read. The
program enabled the students to receive immediate feedback on their reading skills and
challenges. It was concluded that the after-school program did much to improve the
reading skills of both the sixth and third grade students.
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CHAPTER 1: INTRODUCTION
When I was in the ninth grade, Momma got up in prayer meeting and announced,
'My boy is gonna finish high school.' Well, in that community few Negro boys
finished high school. Maybe you got to the tenth grade, but then you were hired
out by a white farmer. The deacons cautioned her not to get too bigheaded. 'That
boy will finish tenth grade next year, and you can hire him out, as big as he is, for
$2 a day to help you out.' And she said, 'He's gonna finish high school.' And so
I finished high school - president of my class, valedictorian, highest academic
student in my class. By the way, I was the only student in my class. (IIill, 2002,
p. 45).

Overview
Mentors are people who invest themselves for the benefit of another person. Mentors
usually are wise, constructive, and nurturing. Being a mentor has the connotation of an older
person being friends, or often teacher, to a younger protege. As in the case ofE.V. Hill, PhD, his
mother was his mentor, and urged him on until he not only got his high school diploma, but
graduated from college as well. He later continued his studies until he earned his doctorate.
Having a caring constructive mentor can completely change the outcome of a person's life.
Mentoring has long been a practice used by teachers. Mentoring extends the ability of a
teacher to provide quality personal time with students vicariously. Often, teachers pair students
with other students, so that one is mentoring the other. (Franca, Ken-, Reitz, and Lambe1i, 1990)
Research shows that mentoring can help students academically, socially, and emotionally
(Kennedy, 2000; Cameron, 2001; Evans, 2000; and Recrut, 1994).
Some research questions the effectiveness of mentoring (Healy, 2000; Miracle, Collins,
Schuster, and Grisham-Brown, 2001; Miller, 2001; and Rhodes, 2002). Some studies showed no
effects from mentoring, while others showed that teachers provided better instruction than
mentors. Another study stressed the need for mentor training to ensure quality.
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Need
Twenty-three students were enrolled in the third grade class of the author. All were at
least one year behind in reading. Three could not read at all. The author's colleague was a sixth
grade teacher. She found that the majority of her students were below grade level as well. Some
were as much as four years behind. Because of difficulties with reading, it was noted that
writing skills were lacking. The two teachers wanted to assist their students in learning to read
more successfully.
Over ten years of teaching, the author has noted that students enjoy helping each other
with school work; in fact, sometimes peers can explain academic content to their friends from a
child's perspective so that content is better understood. Because research indicated that
mentoring could have positive effects on student performance, the author and the sixth grade
teacher decided to create an after-school program that would seek to remedy reading difficulties
through the use of peer mentoring.
After-school programs are becoming increasingly popular. There is a need for children to
have academic support for homework or remediation, as well as a need for child care for parents
who work later than school hours. Mentoring can significantly assist students and can be
incorporated into a variety of types of educational contexts, including after-school programs
(Franca, et al, 1990; Kennedy, 2000; Cameron, 2001; Evans, 2000; and Recrut, 1994).
Purpose
This project sought to use mentoring in an after-school program as a way to encourage
sixth and third graders in their reading abilities. The sixth graders were trained by the author and
the sixth grade teacher in basic phonics and ways to encourage students. They listened to third
graders read aloud, discussed stories, or played reading games. Sometimes the sixth graders
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helped solve behavior problems or kept students focused. Computers were used to test students
on books that they read, and often sixth graders were called on to fix computer glitches that the
younger students encountered. In this way, each third grader received individual attention and
accountability with their basic reading comprehension.
According to Butler (1997), children need four ingredients to succeed in school: I)
reading at grade level, 2) a positive attitude, 3) hobbies, and 4) a mentor. The after-school
program was designed to incorporate Butler's criteria through the use of grade level reading
activities, and positive attitudes were encouraged. Games and crafts were provided weekly, and
each elementary child had a sixth grade peer mentor.
Limitations and Scope
The limitations of this project were as follows:
I.

It was developed for sixth graders and third graders of Toppenish
Middle School and West Elementary respectively.

2.

The after-school program was offered three days a week, and was
reduced to two days a week the last two months of school. The
program lasted about three hours for the sixth graders, and two hours
for the third graders.

3.

The program went from late October to May of one school year.

4.

A Gear Up grant supplied books, snacks, insurance, and craft materials.
21 51 Century Community Leaming Centers, also a grant funded
program, provided bussing to and from the after-school program.
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Definition of Terms
For clarification, the author has defined two terms used frequently in this project.
after-school program -

An organized activity that provides a safe place for
children after school, usually between about two to six
p.m. Enrichment activities in academics or skills are offered
through mentors, parental participation and input, and cultural
acceptance. These programs are designed to promote self-esteem
and academic success. (Tommie Morton- Young, 1995, p.11 ).

mentor-

A wise and trusted counselor or teacher (Webster's Encyclopedic
Unabridged Dictionary of the English Language, 1996). A person
who nurtures or admonishes another and is generally somewhat
older than their protege.

tutor -

a person employed to instruct another in some branch or branches
oflearning, especially a private instructor (Webster's Encyclopedic
Unabridged Dictionary of the English Language, 1996). Tutors
may also volunteer their services. Children can tutor each other
academically.
Summary
Mentoring is a useful tool teachers often employ in classrooms. Research indicates that

mentoring can help children academically, socially, and emotionally. After-school programs
assist students in academics, social skills, and life skills. Combining mentorship within the
structure of an after-school program can provide a positive influence in a child's life.
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Chapter two is a review of the professional literature. It covers after-school programs,
the history of mentoring, and the research on the uses and effects of mentoring, particularly in
educational settings. It also reports on how to implement a mentoring program, and on programs
that use mentorship to improve reading skills. Chapter three explains the design of the project,
and chapter four describes how the program was organized so that sixth graders mentored third
grade students in reading. Chapter five summarizes the author's project, presents conclusions,
discusses the project's limitations, and offers recommendations for future projects.
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CHAPTER 2: REVIEW OF THE LITERATURE
Introduction
Mentoring has long been part of educational practice. This review of the literature will
explore the use of after-school programs. The history of mentors will be briefly described, and
then research that supports or fails to support the use of mentoring in an educational setting will
be reviewed. Next, reports of program practice will offer advice on how to implement a
mentoring tutorial program. Finally, programs that use mentors as tutors for reading remediation
will be examined.
After-school Programs
After-school programs are often provided for children as a means to keep them safe and
occupied during after-school hours. An after-school program is an organized activity that
provides a safe place for children after school, usually between about two to six p.m.
Enrichment activities in academics or skills are offered. These programs are designed to
promote self-esteem and academic success (Morton-Young, 1995). Morton-Young maintains
that after-school programs are perpetuated through mentors, parental participation and input, and
cultural acceptance.
Shann (2001) believes that adolescents spend most of their time simply hanging out with
friends after school. Her research showed that inner-city youth spent after school hours either
watching television or passing time with friends. This was especially true on weekends. Baker
(1997) states that 3 to 6 p.m. are the hours when many children are the most unsupervised.
During these hours, children have the opportunity to involve themselves in negative behaviors
that they ordinarily might not do if they were more closely supervised. Supervision is often
provided through after-school programs.
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After-school programs sometimes offer mentorship for students. Strong networks of
mentors can help alleviate destrnctive behavior patterns and provide groundwork for students to
change (Franca, et al, 1990). Children need to be connected emotionally and socially to people
who are committed to them and care about them. When productive meaningful social
relationships cease, trnancy and lack of academic success increase. If families, schools,
churches, or community organizations disintegrate, teenagers may find that they have no adult to
turn to for counsel and protection (Rhodes, 2002). Caring mentors in an after-school program
can help youth leave life on the streets and enter mainstream society.
History of Mentoring
The word mentor comes from Homer's Odyssey. Mentor was a friend of a king who was
frequently away from his kingdom for extended periods of time. The king asked to take care of
his son for him in his absence. Mentor became the young prince's teacher, counselor, and friend
in all areas oflife including spiritual and physical training (Kennedy, 2000).
Mentors often are people who are not technically teachers but are interested in providing
the same things that teachers provide for students. Mentors usually make their living at some
other profession other than education. Cameron (2001) suggests that being a mentor connotes
provision of a wise, constrnctive, nurturing relationship through friendship between an older
person and a younger protege.
Academic mentors are tutors, people who either volunteer or receive a salary to instrnct
another person. The connotation is that tutors usually work with small groups of people or in
one-on-one situations to provide additional practice of specific skills or academic subjects.
Mentors are common in the history of education (Cameron, 2001). Nineteenth century
England had a tightly organized system of mentoring called the monitorial system. Created by
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Joseph Lancaster, a Quaker schoolmaster, and Andrew Bell, an Anglican clergyman, the system
purposed to reach a mass of students with only one teacher. Students were delegated ten
younger charges and were to oversee basic academic skills such as math, reading, and
penmanship. The foundational philosophy of the monitorial system was the belief that children
learn best from each other (Rekrut, 1994).
Evans (2000) believes that mentorship declined with the onset of mass production. He
notes that businesses used to select apprentices to mold into craftsmen of various ldnds. Even
law or education used mentoring to train new-comers. Neighborhoods used to provide tightly
knit mentoring with adults supervising children even while parents were not present. The
increasing mobility of American homes, divorce, and safety concerns caused community
mentoring to decrease.
In the 1970s, teacher shortages in the United States spmTed the creation of peer
mentoring in classrooms to stretch thin teacher-student ratios (Rekrut, 1994). Many teachers still
use peer mentors so that students can have more individual attention. Teachers use mentors to
give their students chances for social interaction, and learning caused by having to teach what
one knows.
Today, novices in new jobs often have mentors. The army enforces a tight system of
accountability in a mentor type buddy system, while many artists and leaders have had mentors
in their careers. Programs that use mentors may call them tutors. While mentors and tutors are
different, they are related. A mentor is a person who commits to another person to teach or
encourage them, and a tutor is usually hired to help someone academically. Since mentors often
tutor and tutors often mentor the terms are sometimes interchanged.
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Support for Mentoring and Student Achievement
Much research supports mentoring. In addition, research shows that the use of peers to
mentor is a useful asset in school programs. Franca, Kerr, Reitz, and Lambert (1990) studied
eight male students in a peer tutoring mathematics program in a self-contained classroom. All
the students were labeled behaviorally disordered or emotionally disturbed. The ages varied
from three to sixteen years. Various assessments were given to the boys before beginning the
tutoring program and after, including assessment of mathematical ability, "sociometric status,
self-concept, attitudes towards math, and dyadic social interactions," (Franca, et al, 1990, p.
112).
The students were unequally paired in their abilities with basic skills, but were studying
concepts that were new for both the peer tutor and tutees. They usually were seated in isolated
desk arrangements, but for fifteen minutes during the tutoring math period, dyads were allowed
to move desks side by side. The teacher provided math packages of specifically targeted math
skills. Training how to be a tutor was emphasized as well. There was instruction in how to
present a math problem, directions, con-ecting errors, and positive social reinforcement. The
results of the study indicated that math scores had increased on tests completed by both the tutors
and tutees. Self-esteem was slightly raised in tutors, but not the tutees. Attitudes towards
mathematics improved significantly, and peer relations were augmented.
Kennedy (2000) found that having a mentor produced positive effects for college
students. The students were more inclined to return to school in the fall than students without
mentors. They were more satisfied with school and conveyed that they had gained academic and
social support systems. The mentors themselves, who personally thought they were not very
helpful, were rated as effective by the students they were mentoring. Finding the time to
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establish and maintain relationships between mentors and students was challenging, but
rewarding.
Cameron (2001) measured conditions of mentoring. He found that the college students
he sampled had mentors academically, professionally, or with friends or family. He also
believes that a person's locus of control determines whether mentoring is a positive influence.
Locus of control relates to whether a person believes he or she can change their circumstances,
or that circumstances are simply a product of unchangeable fate. Mentors therefore need to
encourage their protege to believe in their ability to change their circumstances.
In a year long study, Davalos and Haensly (1997) evaluated ninety gifted high school
students with mentors. Because their research was not available, their abstract was reviewed.
According to the abstract, the students reported that their mentor was an asset with college and
career preparation and self-esteem.
Because mentoring is becoming increasingly popular in businesses, schools, and colleges,
Evans (2000) conducted case studies of four successful people who either had had a mentor or
had been mentors. The case studies focused on people who were able to overcome obstacles such
as racism, abuse, or poverty. His goal was to see if implementation of mentoring programs was
desirable. As he studied the four cases, he noted four aspects of mentoring that were reflected in
each case. The mentors provided a role model, sponsorship, motivation, and tutorial assistance.
It was also noted that significant time commitment was part of the mentorship.

An excellent secondary source that reviews research on peer or cross-age mentoring is
Recrut's (1994) article in the Journal ofReading. Recrnt believes that research shows that peer
or cross-age mentoring improves self-esteem, school attendance, and positive psychological
factors in students. She also cites the research of Berliner & Casanova published inl986 that
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implies that mentors or tutors should be paired by gender. Same sex pairing increases student
comfort and modeling opp01tunities. Recrut states that mentors need training in social skills
(such as encouragement), management, and content. She also states that tutors can be
academically high or low and still be effective.
Argument against Mentoring and Student Achievement
Some research does not lend support to the use of mentors. One study by Healy (2000)
reported no significant positive influence gained by participation with a mentor. Healy studied
students in special education who were given the chance to be mentors in other classes with
younger students for forty-five minutes a week. She hypothesized that progress would be made
with self-esteem, social skills, and productivity. However, no significant gains were found.
While mentors who tutor seem to enhance student learning and self-esteem, an interesting
study by Miracle, et al (2001) indicated that teacher instruction had slightly better results than
peer mentoring in a special education classroom. Four students with moderate to severe
disabilities were mentored by five students without disabilities. In addition, the students
received training in three, thirty-minute sessions taught by teachers. The four students chosen
for the study had Individualized Education Plans that required the learning of sight words. The
tutors worked with the students on the sight words according to the teacher's instructions and
direction. Even so, student progress with the teacher showed more improvement than with the
student tutors.
Although the research of Miracle, et al. (2001) questions the effectiveness of peer
tutoring, several variables in their study must be considered. Each day, tutors mentored a
different student. The teacher, however, was consistently working with the same students.
Another important variable was noted in the teacher's use of a wide range of positive comments
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and a non-monotone voice. The mentors, on the other hand, often used repetitive phrases in a
monotone voice.
Though so much research indicates positive benefits for children involved with afterschool programs, Miller (2001) believes that too many of the programs fail to adequately assist
children because of lacking funds, inadequately trained leaders, a deficit of long-term
commitments by staff, poor facilities, or lack of unity of the mission of the program.
While Rhodes (2002) extols the virtues of mentoring, a note of caution is included in her
book. Rhodes has spent over ten years researching mentors and mentees, and declares that just
as a good mentor can change a life, a mentor who does not take his or her role seriously can do
serious damage. A mentor's role is a serious responsibility because of how vulnerable children
are.
Rhodes (2002) gives several sobering accounts of mentors who were marvelous
influences on their mentees, only to leave several months later, leaving the mentees confused and
rejected. Mentors quit for varied reasons such as time constraints, fear of failure, moving, lack
of money, or competition with romantic relationships. Of course, some mentoring programs
have a fixed time duration, so that mentees enter the relationship with different expectations and
realize that the friendship will end at a given time. Just as not all adults make good mentors, not
all youth want to be mentees. Some people prefer group situations instead of one on one with a
mentor, and other factors such as race and sex need to be considered when pairing up mentors
and mentees. She says that sensitivity is crucial.
The more training a mentor has the better chance of successful mentorship. Rhodes
(2002) says that in 700 national mentoring programs, fewer than half provided more than two
hours of training for mentors, and about a fifth offered no training at all. Lack of funds is one
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reason why more training, structure, and follow up are not integrated into more programs.
Another reason is that the risk of potential emotional damage to mentees is overlooked.
Engaging youth with a mentor program often can overlook the other relationships in the youth's
life. Some parents report that they hesitate to enroll their child with a mentor, because they are
afraid of what the child might say about them to his or her mentor. Feelings of jealously,
isolation, or usurped authority can also nag parents that have children in mentor programs. Care
needs to be taken that mentors include parents and are sensitive to their input and opinions.
Reports of Program Practice
Research indicates that some methods are better than others in establishing a mentoring
tutorial program. Barfield, Hannigan-Downs, and Liebe1man (1998) offer four practical
strategies for implementing a tutorial program. The four strategies are dyads, specific
instruction, increased learning time, and cross-age and class-wide peers. Barfield, et al. promote
peer tutoring because it provides more opportunities for social interactions, skill practice,
individual instruction, modeling, and empathy. They state that training the tutors is crucial, and
offer peer recording and self-evaluation as a way to evaluate tutors. Feedback from the students
themselves is especially important.
Baker (1997) affirms that the use of student, parent, and teacher input can help make
after-school programs successful. He interviewed students, parents, and teachers, and found that
each group of people had different ideas about what they wanted the program to accomplish.
Baker's qualitative research found that for an after-school program to succeed, parental
involvement and input, student input, academic focus, enthusiasm, personal interest in students,
and interesting age-appropriate activities for students were needed to help incorporate the
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objectives of all three groups of people. Safety and parental schedules were also important
factors to include in the planning of an after-school program.
Eggers (1995) wrote about her tutoring program that paired fourth graders with first
graders during a math period. Her experience was encouraging to those wishing to begin a
tutoring program, and the structure she provided gives a framework that other educators can
follow. She believes that there are five aspects to a good tutoring program. They are: 1)
preparing the students who will be tutored, 2) selecting tutors, 3) preparing tutors 4), monitoring
both the tutors and tutees, and 5) continually assessing the progress of all students involved. Her
phrase, "Pause, prompt, and praise!" was based on Keith Topping's techniques (1987). It was
the foundational training for the fourth graders who came to her class to work with the first
graders. The tutors were also prepared ahead of time for the math concepts that would be
covered with the first graders. She also believed that it is important to instruct the students on
the purpose of tutoring smaller students so that the tutors will understand the importance of their
leadership, and that when children teach other children they become confident and proficient
themselves. Her review of Casanova's (1988) research showed that teaching children how to
praise others is a skill that they do not know how to do without modeling and instruction. Eggers
also made the tutors discuss questions that they had in first grade with other tutors before going
to her for help. She believes that this discussion increases self-esteem and confidence.
Eggers made sure to monitor her students' progress through regular mini-interviews.
Many of the fourth graders told her that they used the pause, prompt, and praise method in other
settings outside of school, and that it had given them more patience. They also reported that
teaching the first graders helped clarify mathematical concepts that they themselves had not
understood up until that time. She suggested her "Pause, prompt, praise" training for tutors.
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Hock, Schumaker, and Deshler (2001) suggest the following training of tutors in four
areas. The first is that tutors should assess their tutee's prior knowledge. Second, the tutor must
help his or her protege construct a strategy for improvement. Next, would be to teach a new
strategy, and finally, the tutor should help the tutee transfer what they have learned and apply it
at school and home. Hock, et al, supp01t peer tutoring, because their review of current research
indicated that tutoring helps students in a variety of ways. However, they added a cautionary
note that for tutoring programs to succeed, the program goals need to be clearly communicated
and understood by all participants. They also added that tutors do not usually know how to tutor
and need implicit training. Lastly, tutoring programs will fail if patticipants do not faithfully
attend for significant amounts oftime.
Barron and Foot (1991) already believed that research showed that training tutors was
imp01tant for successful tutoring, but they wanted to know what kind of training was most
effective. They conducted research comparing explicit training of tutors, which they called
elaborated training, and non-explicit training, which they called non-elaborated training.
Elaborated training consisted of clear explanation of concepts, tasks, and procedures. Nonelaborated training gave the tutors freedom to use their own strategies for helping tutors. In
addition, the non-elaborated training did not provide any rational behind procedures. The skill
taught was a tricky game called Trimino that required players to add triangular number cards to
reach ten. Points were earned, and used number cards had to fit into a large hexagon puzzle.
Barron and Foot's findings suggest that the elaborated training was much more effective
because "children who have a fuller understanding of a task and its rational ru.·e not only better
prepared for performing the task themselves, but are better equipped to manage the demands of
the task when teaching others," (Barron and Foot, 1991, p. 174).
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Coenen (2002) describes a peer-tutoring program called Homework Helpers. This afterschool program was for gifted middle school students who helped students who were not part of
the gifted program, and wanted additional help with school assignments. Homework Helpers
had initially been run by teachers. Due to lack of funding, parents, educators, and school
administration had to redesign the program so that it could continue with less funding. Since the
initial Homework Helpers program had been well received in the community, implementation of
the program using peer tutoring was desired. In order to implement the program, the elements
that made the program successful had to be assessed. The parents, educators, and administrators
decided that the new Homework Helpers program should have the following: assistance for all
students and low tutor to tutee ratios for maximum personal attention. By using students in the
gifted program, the organizers of the program thought that they could fulfill the needs of the
gifted as well as the needs of students requesting tutoring.
At first, some parents were concerned that peer tutors would not be as effective as
certified teachers. Because peer tutoring allows for more individualized attention, peer tutors
often are more effective than a single teacher; the tutors are able to focus on specified students
and not the whole class. Coenen cited Cohen's research in Theoretical Considerations ofPeer

Tutoring, 1986, to assure parents of the benefits of peer tutors, and added that having
individualized attention also improves student motivation, feedback on mistakes, and extra
encouragement. In addition to tutees receiving academic assistance, the tutors themselves
benefit by relearning concepts, learning how to organize academic skills, and setting goals. One
of the important aspects of the structure of the new Homework Helpers was the fact that all
tutors received explicit training. In addition, they were expected to monitor their tutee' s progress
daily and report back to two certified teachers who oversaw the entire program. They also had
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weekly meetings to assess tutor and tutee progress. Teachers gave pizza parties and certificates
to tutors as a way to encourage and thank them. Social interaction was allowed for about ten
minutes before the program started, and if tutees specifically requested a tutor, their request was
granted. Care was taken to match tutors with tutees based on trust and student comfort. The
program was deemed successful because of enthusiastic feedback from all involved, including
parents.
The Chicago based after-school program, I Have a Dream (IHAD), has promoted
graduation from high school and entrance into college for participants. Kahne and Sodicoff
(2001) wrote of their two and a half year research of the IHAD program. Several aspects of the
program are noteworthy. Relationships with the children were strong and long term. Standards
were high. Participants were not allowed to slack-off on schoolwork or not consider going to
college. There was a considerable amount of social support. Some of the students had sick
babies or traumatic situations that affected their lives. Staff was there to help them, and most
lived in the crime-filled neighborhood where the students lived, which was a challenge. Kahne
and Sodicoff advise that school boards should not try simply to replicate the IHAD program.
Any kind of after-school program, they believe, must be long-term to be effective. One year
programs stop just as they begin to bring success and build relationships. They also believe that
the programs should be for all children, not just for the ones who seem bright or submissive to
authority. Programs that provide a myriad of enjoyable activities should not replace the primary
focus of academics and mentoring relationships. Lastly, they believe programs should be kept
small. Too often quality is replaced by quantity.
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Reading Remediation through Mentoring
Mentoring can aid strnggling readers. One program created by Gaskins and Baron (1985)
purposed to teach poor readers metacognition in four specific ways. They were 1) things that
affect the way people think, 2) why strategies can be used to help people learn to think, 3) how to
self-direct, and 4) thinking strategies. Through the training and sessions with the students,
Gaskins and Baron realized that a mentoring relationship was forming. Students had individual
appointments with the researchers every week, and enthusiastically paiiicipated. They scarcely
missed the individual appointments, and looked forward to reviewing their personal goals with
their instrnctors. Praise and support were given at each session. Gaskins and Baron decided that
while metacognitive strategies were impo1iant to teach struggling readers, "the subjects were
thriving on the mentor relationship that the trainers provided." They also stated that, "the desire
to put these [metacognitive] strategies to use seemed to result form the positive feedback and
support each student received from his/her trainer." (Gaskins and Baron, 1985, p. 393) They
concluded that teaching thinking skills to children who struggled at reading was best done with a
weekly meeting with the instructor to fortify the training being done daily in the classroom.
Middle school students were shown to improve in their comprehension strategies when
they mentored each other in their reading class. What was especially significant was that the
students were all mentally challenged or had leaining disabilities. They also reported that they
enjoyed the tutoring program more than their traditional class (Mastropieri, et al, 2001).
Paii of the requirements of California State University students preparing to be teachers
(Meyer, 1997) was a senior project that entailed an in depth mentoring project with at-risk
children. (At-risk students have a high probability of not graduating from high school, and of
leaving school without basic academic skills necessary to succeed in society as an adult.) For
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one semester, four to six college students were assigned a classroom at an elementary school.
The students then were paired with at-risk children from the classroom, and met with them twice
a week after-school on the playground or in an empty classroom. Activities with the children
were focused mainly on reading to the child or reading together. Included with the time spent
together were games, discussions, writing science lessons, or math help. Teachers, whose
elementary students participated in the mentoring program, reported significant progress socially,
academically, and emotionally with those children. Instructors from the university oversaw the
mentoring projects, and mentors had to submit summaries and repmis back to the instructors.
They were also required to research themes pertaining to their work. The college student
mentors reported bonding and life changing attitudes towards at-risk students.
Campbell-Whatley (2001) suggests mentoring for students with mild disabilities to help
improve academics such as reading and better social skills. In creating a mentoring program,
they stress the need for clear objectives, activities, and methods. Assessing mentors and their
proteges needs to be consistent and on going, as does evaluation of the program.
Recrut (1994) suggests that mentoring through tutoring is useful in reading activities such
as connecting text to story questions and the identification of story structure. She believes that
mentoring not only supplements reading instruction, but it enhances student self-esteem and
school pa1iicipation.
Conclusion
After-school programs are provided for children for a variety of reasons. Some programs
focus solely on academics or sports, while others focus on a combination of subject matter.
After-school programs can provide a solution for youth who are unsupervised at home after
school hours, or can reinforce or supplement children's academic needs.
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Mentoring has a long history. The name comes from a story of Greek mythology, where
a man named Mentor was asked by a king to tutor and train the king's son while the king was
away on business. Mentoring was used in nineteenth century England to reach masses of
students with only one teacher. Businesses often use mentors to train rookies. Mass production
may have decreased the use of mentors since training apprentices diminished with the onset of
the Industrial Age.
Research shows that pairing youth with a mentor can have positive results. Mentors
provide role models, help alleviate destructive behavior patterns, and give social and academic
support. Mentoring raises academic growth, self-esteem, and positive attitudes towards school.
In addition, mentoring can help struggling readers improve reading skills.
Not all research shows that mentoring is positive. Teachers are usually more qualified
than tutors to give instruction, and mentors who do not take their role seriously can cause
emotional damage to their proteges. Not all children respond to mentoring, and many mentoring
programs lack extensive training on how to mentor effectively.
To implement a mentoring program after-school, participants need to have a clear
understanding of the goals for the program. Academic standards must be high. Care needs to be
taken to appropriately match mentors and mentees, and training for mentors is crucial.
Mentoring programs need to supply time for long term reliable relationships to occur. If the
program's goals are short term, the mentees need to understand that the relationship with the
mentor will end at a given time. Lastly, after-school mentoring programs should not solely
supply a myriad of activities. The focus should be on academics and relationships.
Many after-school programs provide mentoring programs for students to assist them with
reading difficulties. Since mentors often help students with schoolwork in a tutorial role, peer
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tutoring is becoming popular because it provides more one-on-one instruction than a teacher can
provide. The te1ms mentor and tutor are often interchanged because they are closely related.
The author's after-school program focused on reading remediation, peer-mentoring,
positive attitudes, and hobbies. It was funded and overseen by Gear Up, a federal program
provided to assist students in preparing for college. Accelerated Reader, a computer program
that tests children on books that they have read, was one of the main means of assessing student
progress.
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CHAPTER 3: DESIGN OF PROJECT
Introduction
The purpose of this project was to create an after-school program that used peer
mentoring to help at-risk students improve their reading abilities. A sixth grade teacher
and a third grade teacher (the author) worked together to pair their students in the
program so that each third grader had a sixth grade mentor. After assessing the students
initially, students participated in completion of homework, reading activities, crafts, and
recreational or educational games. Positive attitudes and frequent celebrations of success
were also impo1iant facets of the program. Collaboration with two pre-existing afterschool programs, Gear Up, and 21st Century Community Learning Centers, provided
funding and busing for students. Accelerated Reader, a computer program that tests
children's basic comprehension of stories they have read, was one of the main means of
assessing student progress.
Procedures
An initial review of the literature was conducted using the search terms
"mentoring" and "after-school programs". Later, "mentoring and reading" specifically
were used to find research pertaining to the creation of the after-school program of the
author and the sixth grade teacher. Relevant journal articles were identified through
Educational Resources Information Center (ERIC), and then obtained from the library of
Central Washington University or from other internet sources such as Proquest Digital
Dissertations.
The sixth grade mentors in the author's after-school program were receiving
services in a Gear Up grant. Gear Up, a federally funded after-school program, was used
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as an umbrella of provision and support. Gear up stands for Gaining Early Awareness and
Readiness for Undergraduate Programs. Gear Up staiied in 1998 to assist students in their
goal to go to college. Specifically, Gear Up focuses on minorities and low income
student populations. There is a budget of $165 million dollars, which is used to provide
numerous services including financial aid and English as a second language classes.
Gear Up hires tutors and advisors for students (U.S. Department of Education, Office of
Postsecondary Education, 2002).
Background
The school chosen for the after-school program was Toppenish Middle School of
the Toppenish School District. Toppenish is a small city in a rural part of eastern
Washington. Toppenish Middle School is the only middle school in the district and has
about eight hundred students. According to the Washington State Office of the
Superintendent of Public Instruction (2003), Toppenish Middle School has a student
population that is 77% Hispanic, 15.7% Native American, 6.1 % Caucasian, and less than
1% of Black or Asian students. 86% of the school is receiving free or reduced cost
meals. Only 19.6% of the students passed the Washington State Assessment of Student
Learning (WASL) in reading, and 14.3% passed the WASL in mathematics (Washington
State Office of the Superintendent of Public Instrnction, 2003).
Kirkwood Elementary has a similar ethnic make up as the middle school, with
73.5% Hispanic students and 18.8% Native American. 88.7% are receiving free or
reduced cost lunches. 32.4% of the students passed the W ASL in reading; 21.1 % of the
students passed the WASL in mathematics (Washington State Office of the
Superintendent of Public Instruction, 2003). Kirkwood Elementary had eight hundred
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students, but split in half, creating a new school called West Elementary so that both
schools have about four hundred students each. Because West Elementary just
completed its first year as a new school, scores for deriving a background on the students
who attended the after-school program were taken from Kirkwood Elementary scores.
West Elementary School in Toppenish split off from Kirkwood Elementary so
that Kirkwood could be remodeled, and a new school could be built. West Elementary
will move into the new school as soon as it is completed. Scores and the demographics
from Kirkwood elementary give the reader a general idea of the student population's
performance at West.
Approximately twenty students attended the program, ten from the middle school
and ten from West Elementary. Most were Hispanic. Many of the students were
bilingual, and one was just learning English. All were at least several years behind in
reading. Students attended Mondays, Wednesdays, and Thursdays. The third graders
came by bus to the middle school from West Elementary. The elementary school and
middle school are about seven minutes apart by bus.
Framework for the Author's After-school Program
The author wanted to implement Butler's (1997) four-fold approach for student
success in the after-school program. The four elements were 1) getting students to read at
grade level, 2) incorporation of positive attitudes by staff and students, 3) getting students
involved in hobbies, and 4) providing a mentor for each third grader. Each element was
included in the design of the after-school program created by the researcher and sixth
grade teacher.
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Assessments for an After-school Reading Program
The author and sixth grade teacher used several reading assessment tools to
determine the reading abilities of the students. It was crucial to know reading levels so
that appropriate pairing of mentors could be established. In addition, the author and sixth
grade teacher needed to know which students needed individual attention.
The San Diego Quick Assessment (Shanker and Ekwall, 2000) was one
assessment used to find students' reading level. It is rightly named Quick Assessment
because it consists of a graded word list that starts with preschool leveled words and
moves on in increments to lists of greater difficulty. It takes about two minutes to assess
a student. According to Lintz (1975), the San Diego Quick Assessment is a valid way to
determine reading ability. Sargent (2002) argues that while the San Diego Quick
Assessment is a good way to dete1mine reading level, it should not be used as the sole
means of evaluating a student's ability. Smith and HaITison (1983) examined the San
Diego Quick Assessment's effects on gender, grade level, and age of students. They
concluded that one should use caution when using the assessment because results may
differ because of variables created by gender, grade level, and age of student.
Another integral paii of the after-school program assessments was Accelerated
Reader (Pavonetti, Brimmer, and Cipielewski, 2003). Accelerated Reader gave the
author and teacher immediate feedback on the progress of students because of weekly
tests that the children took all year long. Accelerated Reader (AR) is a computer program
that schools can buy and use as a supplement to reading instruction. It consists of
multiple choice tests that students can take based on reading level and rewards points for
tests that are passes. For example, a student reading at a 2.2 (second grade and two
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months) can read a book that has a corresponding test in the Accelerated Reader program,
take the test, and have immediate feedback on his or her comprehension. In addition, the
computer keeps detailed records and statistics of student progress and points earned.
Tests must have scores of 80% or higher before the teacher allows students to progress to
a higher level book (Pavonetti and Brimmer, et al, 2003).
To use AR, a classroom teacher must provide leveled books categorized by book
level. The researchers categorized their books by colored stickers with labels, so that
green labeled books were first grade. On the sticker of each book was printed the grade
level and month level of each book. This enabled students to choose books according to
their ability. Students who are unable to read independently can not use AR effectively.
Those students must be pulled aside by a teacher and worked with individually until they
are able read independently and use the computer tests.
AR also comes with the STAR test (Biggers, 2001). The STAR test comes with
the AR software, and is used to provide a baseline for students beginning the Accelerated
Reader program. At the beginning of the school year, the STAR test was not given to the
third grade students because the computer system was not set up for students outside of
the middle school. At the end of the school year, the third graders did take the STAR
test, but results were skewed because of the novelty of the test and pressure to finish
because the school busses had arrived to take the students home. The STAR test clips
along at a brisk pace, and if a student's attention wanders or if he or she is distracted
while taking the test, the test continues on with questions going unanswered. Because of
the above mentioned variables, the author did not use the results of the STAR test.

(
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Several arguments refute the effectiveness of AR. Pavonetti, et. al, (2003) believe
that AR does not create enough incentive for readers so that they become life long
readers outside of the program. Biggers (2001) is concerned that AR is used as the sole
means for providing reading instruction in many schools. She believes that using AR as
the basis for a reading program does not provide adequate reading instruction and the
multiple choice questions in the computerized tests do not foster higher level thinking.
Stevenson and Camarata (2000) state that earning of Accelerated Reader points quenches
the desire to read. They conducted a study of first graders using AR, however, and found
that reading comprehension was improved with AR as long as AR was used in addition to
other kinds of reading instrnction.
Pre-existing Programs
Joining Gear Up solved the problem of differing school hours for the middle
school students and the elementary school students. Since start and finishing times were
different in the two schools, Gear Up allowed the middle school students to join other
Gear Up students who were not in the mentoring program and do their homework while
they waited for the third graders. This also was valuable time for mentor training.
Gear Up also provided funds for books, materials, and insurance in case of accidents.
The funding was possible because Gear Up students are supposed to do community
service, and mentoring was considered community service.

21st Century was another federally funded after-school program that met at the
middle school at the same time as Gear Up. 21st Century, whose formal name is 21st
Century Community Leaming Center, is a grant provided for low income students from
underprivileged areas. It focuses on improvement of reading and mathematics, based on
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the state standards for those academic subjects, through enrichment activities and tutoring
by paid teachers. 21st Century offers other kinds of services such as counseling, drug
prevention programs, and field trips (Washington State Office of the Superintendent of
Public Instruction, 2003). Since the bus routes of21'' Century students were the same as
the ones the students in the mentorin~ pro~ram used, the administrator of 21st Century
was willing to share the bus with our students. Our program did not conflict with theirs,
and students were able to choose to go to the program of their choice without resentment
or competition from either program. No additional charge was billed to Gear Up for use
of the bus.
With busing, facilities, supplies, insurance, and permission, all was ready to begin
the after-school program. All that was left to do was order books and invite students to
attend.
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CHAPTER 4: PROJECT
Procedures for Setting Up the Program
This project describes an after-school program created to help student who were
reading below grade level. Sixth grade students were peer mentors to third grade
students. Two teachers oversaw the project, and funding was provided by Gear Up, a
federal after-school program. The design, implementation, and outcomes of the afterschool program are described. Components included the use of Accelerated Reader,
crafts, encouragement through the development of positive attitudes, and the
development of hobbies.
Logistics
To begin an after-school program, permission first was granted by the school
principals of the students who potentially would be involved. Once permission was
granted, it was necessary to set the terms for the hours and length of the program during
the school year.
Teachers to be involved in the program were chosen. Because a sixth grade
teacher wanted to work with the author to have a mentoring reading remediation
program, and because of mutual friendship, the sixth grade teacher teamed up with the
author, who was a third grade teacher. In this way, third grade students from the author's
school would have sixth grade students from the sixth grade teacher's school.
Finding a facility to have an after-school program was accomplished at the same
time permission was granted from the principals to have the program. In the author's
program, Toppenish Middle School was chosen as the site because the sixth grade
teacher's classroom was available for use. In addition, the room had necessary
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equipment such as computers with the Accelerated Reader installed, internet access, a
sink, and storage area for books and materials. (Accelerated Reader was one of the
programs used in the after-school program.) A classroom across the hallway from the
sixth grade teacher's room was used, as well.
Next, transportation to and from the program was arranged. In the author's
program, the federally funded after-school program, 21st Century Community Leaming
Centers let the students involved with the author's program join its students on the 21st
Century Community Leaming Center bus. This was provided free of charge.
Money for books, snacks, and craft supplies was necessary. In addition, liability
insurance in case of accidents was necessary. The author and sixth grade teacher joined
Gear Up, a federally funded after-school program that is intended to prepare students for
college. Because Gear Up supports community service, sixth graders mentoring third
graders fell in line with Gear Up's goals. Gear Up provided money for books, materials,
snacks, and insurance.
Participants
As mentioned, students from a sixth grade teacher's classes and students from a
third grade teacher's class were invited to participate in the after-school program.
Scheduling third graders to meet sixth graders was complicated. The sixth graders
finished their school day one hour before the third graders because their schools started at
different times. Gear Up provided a place for the sixth graders to do their homework and
be supervised until the third graders came. Most of the sixth grade mentors stayed with
the sixth grade teacher while they waited.
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Parental permission was obtained. In the author's brochure, one side was in
English and the other side was in Spanish. Both the sixth grade teacher and author
personally invited their students and called many parents to explain the program and ask
if their child could attend. Parental contact was the best means of gaining students for the
program. In addition, it provided a lot of parental support, since the parents understood
the purpose and nature of the program better after a personalized explanation.
Activities
Mid-October was a good time to start an after-school program because the start of
school was hectic for teachers. A later start helped provide extra time for making the
needed arrangements for program success. In addition, before students began attending
the program, permission slips were turned in, and the students interested in attending had
to have their names input into the Accelerated Reader program on the computers.
Individualized folders for each student were made so that reading progress could be
recorded and assessed. The folders were stored in an accessible place for convenience of
mentors and their proteges.
Accelerated Reader (Biggers, 2001 ), often referred to as AR, is a computer
program that tests children with a multiple choice test on books they read. Books are
given grade level equivalencies, so that children are able to read books at their reading
level. For example, a book with a level of 3.2 is a book at the third grade second month
reading level. Children and teachers receive immediate feedback on their basic
comprehension of the book they read and can readily see their progress. Usually,
students are excited to see their reading grade increase, and in most cases, progress is
steady.
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Accelerated Reader delegates points that students can earn for passing tests on
books that they have read. The author and sixth grade teacher did not use the points
system. Instead, students were encouraged to record their progress and give themselves a
sticker when they succeeded. In addition, frequent celebrations of improvements were
installed frequently into the program make up.
Before students began attending an after-school reading program with mentors,
training of the mentors was critical. About three weeks, meeting tlu·ee times a week, was
sufficient to prepare the peer mentors for beginning their mentorship, but training and
trouble shooting continued throughout the whole school year. Some students were
natural mentors, but others needed coaching and encouragement.
The mentors were trained in basic phonics skills, such as long and sho1t vowels,
and the chunking of word sounds such as "-tion", "-ur", or "-oy". In addition,
brainstorming activities to choose field trips, ways to create positive attitudes, hobbies,
and other kinds of student ideas were important so that the mentors felt ownership in the
program.
The guidelines of the program were be understood by all involved. In the case of
the author, creation of a program that had a positive attitude, hobbies, and mentors was
key. It also was paiticularly important to create a program that enabled the students to
attain reading skills at their grade level or higher, chiefly because all of the students were
at least one year behind in reading at the beginning of the program. The middle school
students were allowed to choose a name for the program. The name they chose,
R.M.P.H, fit the philosophy of the program. It was a double acronym that stood for
"Read more, play harder" and "Reading level, mentor, positive attitude, and hobbies".
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They also made posters to hold up at the bus stop to greet the third graders on the first
day to encourage a warm accepting atmosphere.
One last activity before the program staiied was the ordering of materials. Craft
activities were planned, and the materials needed purchased. The budget given the
program from Gear Up was $800.00, though only about $500.00 was needed. Craft ideas
came from the author and the sixth grade teacher, or were ordered from the Oriental
Trade Company.
To foster bonding and ownership, several interesting crafts at the beginning of the
program were created. The mentors began braiding lanyards before the third graders
arrived. After they an·ived, the mentors taught the third graders how to make lanyards.
In addition, a detailed papier-miiche mask was a project that all the students worked on
for about two weeks after the third graders began to attend.
Books for the program needed to be compatible with the books that the
Accelerated Reader program uses. To ensure compatibility, Accelerated Reader
programs list the books that are in its program, however, many book companies do not
list whether their books are compatible or not, so one must carefully check the kinds of
books ordered before placing the final order. The books that the author and sixth grade
teacher ordered were from Scholastic Books because they give a discount for large
orders. In addition to funds provided for books by Gear Up, community groups donated
money for books as well.
Program Components
The program was set up to be from four p.m. to six p.m. every Monday,
Wednesday, and Thursday, beginning in October of the school year and ending in May of
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the same school year. In February, the program days were modified to two days a week
because of the work schedules of the author and sixth grade teacher.
Students entering the program were tested to determine their reading ability. This
was impottant because it helped the program leaders decide which middle school mentor
should be paired with which elementary school student, and because not all students can
successfully use Accelerated Reader if they are unable to read and comprehend books
independently. Mentors may not progress in reading as much as their proteges. Twenty
minute appointments with a teacher helped provide individualized instruction for them.
Two tests are readily available to determine reading level. One comes with
Accelerated Reader (AR). It is called the Star Test, and gives students individual
multiple choice tests on a computer. It displays a passage to be read and then asks
questions about the passage.
Another test is the San Diego Quick Assessment from the Ekwall/Shanker
Reading Inventory,

l" edition, 2002. This assessment is a quick way to get a general idea

of a child's reading level. It consists oflists of words that are graded by difficulty.
Students who were unable to read received individual attention from the adult
teachers running the program, as well as from peer mentors. Extra attention was
provided for the non-readers during craft or game time, if the students were willing to
read more and not interested in the craft or game. With the teachers, the students
practiced games that drilled chunks of words, and read aloud to the teacher. With the
mentors, the students read basic phonetically structured story books. After reading each
story book, the student placed a sticker in the student's chart and individual folder.
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Once a student's reading level was assessed, and it was determined that they were
able to read independently, they could begin reading AR books at their level
immediately. Partner reading and discussions about the book were done with a mentor
before the student took the test on AR. Partner reading was as simple as the mentor and
protege reading the same page together at the same time, or the protege reading while the
mentor reads silently. If a test is passed with a score of 80% or higher, the student chose
a book of equal difficulty, or of one point higher in grade level difficulty. Tests scores
were recorded in the student's individual file, and the student put a sticker by scores of

80% or higher. If a book test was not passed (the score was below 80%), the student had
to pick an easier book and gain mastery of that grade level before advancing again.
The daily schedule for a remedial after-school program was as follows.
Suggested Schedule
Time
2:45 -4:10

3:50 -4:10
4:10-4:20
4:20-5:00
5:00-5:45
5:45-6:00
6:00

Event
Middle school students do homework. The events of the program are
reviewed, or problems that have arrived are addressed.
Third graders arrive. They are met by the author and taken to the
cafeteria for a snack and short homework time.
A mentor is sent to get the attendance. The sixth grade teacher pairs
mentors with proteges depending upon attendance.
Students oair uo for reading activities with teachers or mentors.
Crafts or games.
Clean up, celebrations, good-byes.
Board bus to return home.

Weekly celebrations were inserted into daily programs when crafts or games
finished earlier than usual. Celebrations included class cheers, pointing out successes or
progress, or just a simple "thank you" on the count of three. Celebrations helped the
program continue in a positive manner. Mentors also had chances to receive personalized
appreciation in the form of souvenirs or thank you notes written by the leadership of the
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program or the students themselves. More formal celebrations were an·anged with
parents and administrators. Some celebrations were a barbeque and pifiata party and
awards ceremonies.
Individual and Program Management
As the after-school program progressed, changes were made based on assessment
of needs or problems that arose. One frequently occurring problem was absenteeism. To
assure consistent attendance, parental contact was helpful. Sixth grade mentors were also
required to commit to being in the program. If their schedules did not permit faithful
attendance, it was advised that they did not join the program. In a community of migrant
families, December and January were months oflowered attendance because of family
vacations. Students who were away on family vacations were allowed to re-enter the
program when they returned.
Another problem was classroom management. Care was being taken that mentors
treated their proteges with respect. Some sixth graders choose not to have a mentor
because they were socially unable to get along with the elementary school students. Two
such sixth graders were making positive progress in the after-school program of the
author, but were causing distractions and small physical fights with the smaller students.
Because of their progress, exceptions were made for the two, and they were allowed to
become helpers to the author and sixth grade teacher. They were not allowed to sit with
the elementary students most of the time. Boy mentors were be paired with boy proteges,
and vice versa with girls.
Seating arrangements helped alleviate behavior conflicts as well. Seating boys
separately from girls helped. Also, scmtiny of traffic patterns provided explanations of
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behavior problems. Sometimes just placing materials in an accessible area reduced social
friction.
Some of the third graders' behaviors were too difficult to manage for the sixth
grade mentors. They were placed at desks near an adult, and given more attention from
the teachers themselves.
Students' needs changed throughout the school year. New students enrolled and
had to be trained. Some students needed more individual attention from the teachers than
the teachers had time to give. One way used to provide more individual attention was to
set up centers for students with special needs. Mentors ran the centers and the elementary
students rotated through each center, receiving personalized instruction and
encouragement at each one.
Some mentors found that they were not needed once their protege became an
independent reader. Those mentors were given classroom jobs such as checking out
books to students, writing certificates of achievement for students who passed story tests,
or preparing the room for crafts.
The teachers in the reading after-school program had to check student records
regularly to make sure test scores were being recorded honestly. Accelerated Reader also
provided many kinds of statistical information for the teachers to use to assess the
progress of students and plan instruction accordingly.
Assessment
Using Accelerated Reader gives teachers instant feedback on student progress. It
also provides statistical progress reports on each student using AR. Student progress can
be measured by monitoring the growth of student reading levels.
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Some would argue that AR does not provide enough higher level thinking
questions (Stevenson and Camarata, 2000), but the tests do give teachers and students
rapid feedback. Scores of 80% or higher indicate basic comprehension. Since AR was a
supplement to quality reading instrnction that the student were already receiving during
the school day, there was no need for assessing higher level comprehension in the afterschool program.
The adults leading the after-school program had access to test scores from other
reading programs that students used during regular school hours. Those tests provided
insight into student progress as well. Most of the students in the after-school program
were in reading classes that the author or sixth grade teacher taught. Tests used in the
school district's reading programs gave the author and sixth grade teacher additional
information about the progress of students in the after-school program.
Informal assessments were easily done. The author and her colleague weekly
reviewed folders and charts, discussed progress of students with each other or the peer
mentors, and had mini-conferences with students. No mini-conference was formal; rather
they were interspersed throughout the program as needed.
Results
At the beginning of the program, all the third grade students were behind grade
level in reading by at least one year. Two could not read. Most of the sixth graders were
behind by at least one year as well. At the end of the program, all students had improved
their reading level by at least one year or more. The two non-readers learned to read.
One student, who was an avid reader in Spanish, was unable to speak or read in
English at the beginning of the school year. She actually was able to pass third grade
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leveled picture books at the end of the school year by discussing the book before, during,
and after reading it with her mentor or teacher. Vocabulary was explained when she had
questions, and mentors would listen to her read aloud to guide her pronunciation of new
words. It was gratifying to see how quickly she progressed.
Comparisons between reading levels of students in October versus reading levels
of the same students in May were based on the Accelerated Reader tests that the children
used, and are available in Appendix B. To dete1mine the average amount that third
graders grew in their reading ability, their scores were added and then divided by the
number of students who participated. The third graders on average made about two years
ofreading level progress. In the same way, the average growth was determined for the
sixth graders. They also averaged about two years of growth.
Parents, teachers, administrators, and the students themselves knew that the
students had improved, and the satisfaction and pride was evident in the smiles on their
faces at the culminating celebration at the end of the year. The creation of an after-school
program that used mentorship was deemed a success because of the marked progress of
students, their enthusiasm and commitment, and the approval from school administration
to continue the after-school program the following school year.
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How would you like your third grader to be able to have a personal tutor,
three times a week, for free? My name is Joy Oaks. I am a third grade teacher
and am getting my master's in reading through Central Washington University.
For my master's project, I have teamed up with Brenda Marler, a sixth grade
teacher at the middle school, to create an after school mentoring program.
Brenda and I will train middle school students to be mentors for third
graders. Through the mentoring process, homework, reading activities, games,
and field trips will be accomplished. All involved will benefit.
Gear Up, a federal after school program to encourage children to go to
college, has agreed to provide rooms, field trips, computers, supplies, books,
and support for our program. Through Gear Up, the middle schoolers who are
tutors will gain community service and projects for their senior portfolio.
Century 21 graciously will provide snacks and busing.

What: R.M.P.H.
(Read more, play harder!)

When:

Mondays, Wednesdays,
Thursdays
4:00 pm - 6:00 pm

Begins: Monday, Oct. 21, 2002
Where: Toppenish Middle School
Buses: See attached Century 21
schedule.

Contacts:

Joy Oaks 865-8240
Brenda Marler 865-2730

.
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Positive Attitude
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e gustaria que su hijo o hija del tercer grado pueda tener un tutor personal,
tres veces en una semana, y todo gratis? Me llamo Joy Oaks. Soy maestra del
tercer grado y estoy trabajando para mi masetria en la Universidad Central de
Washington. Para el proyecto final, me juntare con Brenda Marler, una maestra de
los estudiantes en el grado seis en la escuela del gato, para creyar un programa para
ninos y ninas despues de las clases en la escuela.
Brenda y yo vamos a entrenar los estudiantes del gato para ser tutores para
ninos y ninas del tercer grado. Por medio de eso, la tarea, lectura, juegos, y paseos
les daran exito. Todos que son parte del programa van a recibir beneficios.
Gear Up, un programa federal que anima a los estudiantes para que vayan a
la universidad, esta en aquerdo para proveer cuartos, paseos, computadoras,
materiales, libros, y apollo para nuestra programa. Por medio de Gear Up, los
estudiantes del gato se pueden ganar servicio para la comunidad y proyectos para
su archivo del ultimo ano. Century 21 amablemente va a proveer bocaditos y buses.

Que: R.M.P.H.
(Leer mas, jugar mas!)

Cuando: 1unes, martes,
miercoles
4:00 pm - 6:00 pm

Empieza: lunes, Oct. 21, 2002
Donde: Toppenish Middle Escuela .
(del gato)

Buses: Mire al orario atras
Contactos: Joy Oaks 865-8240
Brenda Marler 865-2730

··.ft

Nivel de Lectura
Tutor
Actitud Positiva
Pasatiempos

t/3

Name of Student

has my permission to attend R. M. P.H. (Read More, Play Harder)
through Gear Up at the Toppenish Middle School, Mondays,
Wednesdays, and Thursdays, from 4:00 p.m. to 6:00 p.m., beginning
October 21, 2002.
Parent or Guardian Contact
Address

----------------

-----------------------

Telephone _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

***************************************
Nombre de! Studiante

tiene permiso para asistir R. M. P. H. (Leer mas, jugar mas) en Gear Up
en la escuela Toppenish Middle School (del gato), los lunes, miercoles,
y jueves, de 4:00 p.m. a 6:00 p.m., empezando el 21 de octubre, 2002.
Padre o Guardian
Direccion
Telefono

--------------------

2i sr CENTURY COMMUNITY Ll:ARNING Cl:NTER
BUS SCHEDULE (Monday-Thursday 2:30-6pm}
October

1st -May

29th

Route #'s to the Middle School/Numeros del Bus a la Escuela Mediano:
ESCUELA/SCHOOL

High School
EAGLE
Garfield
Kirkwood
Lincoln
WEST

#
7
4
5
2
5
4

Transportation Home after 21st Century/Transportacion despues de 21st
Century:
Kirkwood: 6:03pm
Garfield: 6:06pm
2nd Ave. & Bolin: 6:10pm
znd Ave. & Division: 6:12pm
1st & "G" Street: 6:15pm
Lane Park: 6:16pm
Lincoln: 6:20pm
Gold Nugget (Buena): 6:27pm
Willow Tree (McDonald Rd.): 6:37pm
*ANY STUDENT WHO rs TOO YOUNG TO WALK HOME ALONE FROM ANY OF THE
DROP OFF SPOTS MUST BE PICKED UP AT THE DROP OFF LOCATION. ANY STUDENTS
NOT PICKED UP WILL BE TAKEN TOO SAFE HAVEN (410 Washington Ave. #865-1804).
CUALQUIER ESTUDIANTE QUE SEA MUY PEQUENO Y NO PUEDA CAMINAR A SU
CASA SOLO, LOS PADRES TIENEN QUE RECOJER A SU NINO EN LOS LUGARES
DESIGNADOS. SI NO, LOS NINOS SERAN LLEVADOS A SAFE HAVEN (410
Washington Ave., #865-1804)

Tuesday ( Martes) May 6 ( el 6 de mayo)
West Elementary Cafeteria
6:30 pm - 8:00 pm

Join us for dinner as we celebrate the
success of the Gear Up kids. Family
welcome!

Ven con nosotros para cenar mientras
celebramos el exito de los ninos y ninas
de Gear Up. Bien venimos, a toda la
familial

Sponsore,1 b9 Mrs. Ji111e11ez
at1,t Gear Ui,l

Total Number of Accelerated Reader Books Read in the School Year: 466

End of the School Year Progress Results for Third Graders
Name
B.C.
E.B.
D.M.
R.C.
R.P.
M.N.
S.M.
A.G.
J.P.
R.G.
S.H.

From October
1.2
1.2
1.2
0.9
1.2
2.9
0.5
1.2
0.9
1.3
1.2

ToMav
4.2
4.0
4.3
3.1
3.1
4.6
2.3
4.2
2.9
4.2
3.1

End of the School Year Progress Results for Sixth Graders
Name
A.C.
A.C
J.G.
N.B.
O.R.
P.O.
M.V.
A.R.
D.G.
S.L.
J.L.
M.S.
R.P.

From October
2.6
3.1
5.2
3.1
3.5
3.4
2.3
3.3
2.6
4.1
1.7
3.7
3.1

ToMav
5.8
5.8
6.4
5.8
6.0
5.8
5.2
6.0
6.2
6.0
5.0
6.7
4.4

Sample Accelerated Reader Record Sheet

Name
Book Title

Date

Percent

Comments

1.0
1.1

1.2
1.3
1.4
1.5
1.6
1.7
1.8
1.9
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CHAPTER 5: SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary
Mentoring has long been a part of educational practice. Research shows that
mentorship of children can provide many positive benefits for both the mentors and their
proteges. Mentorship can provide direction, encouragement, and support for academics.
Some research shows that mentoring is also effective with some kinds of behavior
problems (Vany, 1990).
Because parents are often at work, or are not as much a part of their child's life
because of family circumstances, some kinds of after-school programs have become
popular ways to provide positive activities for children who would otherwise be
unsupervised or in an environment that is less supportive of academics. Other kinds of
after-school programs may focus on a specific skill or purpose. Often mentors are part of
after-school programs. Enrichment activities can be provided for children in after-school
programs by mentors, teachers, parents, or peers.
The after-school program created by the author and her colleague used peer
mentors as a way to help struggling readers improve. The research of Gaskins and Baron
(1985), which used mentors to help poor readers improve their thinking skills, indicated
that mentors can be assets for children with reading difficulties. Ossler, Bader, Heck, and
Walsh (1990) found that many schools use mentors to assist children with reading
difficulties.
Some research indicates that mentorship can have no significant effects (Healy,
2000) or even have negative results in the life of a mentor's protege (Rhodes, 2002).
Some studies find that teachers are better equipped to serve their students than mentors
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(Miracle, Collins, Schuster, and Grisham-Brown, 2001). Miller (2001) believes that
mentoring can often go awry if mentors have not adequately been trained in how to
mentor and relate to their proteges. Rhodes' (2002) research agrees with Miller, and
further suggests that not all people want to be mentors or want to have a mentor, and that
care must be taken so that parental input is not being replaced by mentorship.
Limitations
One of the limitations of the after-school program created by the author and her
colleague is that the program was created specifically for sixth and third grade students of
Toppenish Middle School and West Elementary School. It was under the administration
of Gear Up, and worked in collaboration with 21" Century Leaming Programs.
Schedules of peer mentors and mentees must coincide so that there is time for
mentors to be trained or offer feedback about the program. The mentors also need
teachers and administrators to encourage them, since mentors themselves do not have
their own personal mentor.
Absenteeism can be problematic with mentorship. Flexibility in grouping is
necessary, and a base line of commitment from the mentor is needed to ensure
consistency.
Behavior management can be problematic, if mentors or their proteges are not
doing what they are supposed to be doing in the context of the after-school program.
Separation of students who do not get along, or assigned seating can help alleviate
behavior problems. Above all, positive attitudes, personal interest and care for students
involved in the after-school program, and personal input and trouble shooting do much to
calm conflict in relationships.
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Mentoring is not as effective in a reading program if peer mentors do not speak
the predominate language of the school, as well as the second language being spoken.
Pairing with students who are bilingual can solve communication gaps and encourage
language growth.
Conclusions
Peer mentoring can be a useful teaching strategy. After-school programs that use
mentors can provide a quality way to encourage students academically and socially.
Mentors should be trained in ensure productive satisfying relationships between the
mentors and protege. Parental input should be included in mentoring programs for
children. Mentoring is a valid tool to use as part of a program of reading remediation.
Creating an after-school program that instills positive attitudes, mentoring,
hobbies, and reading activities that get students reading at grade level is an investment
that has the potential to change lives. Students develop friendships, hobbies, academic
skills, and personal motivation. Mentors learn responsibility and teaching techniques as
well.
Recommendations
After-school programs that use mentorship are highly recommended by the
author. It is an asset for teachers whose students are not increasing academically through
other means.

It was observed by the author that many of the students involved in the peermentoring program had anti-social behaviors that sometimes resulted in disciplinary
action in their regular school classes. (Anti-social behaviors included fighting,
absenteeism, indifference about school work, swearing, and disrespectful attitudes
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towards authority.) Although data was not collected to track behaviors of the students
involved in the program, it was noted that much anti-social behavior decreased over the
span of the school year, seemingly because of involvement in the after-school program.
The correlation between after-school programs with peer-mentoring and anti-social
behaviors might be a question to pursue further.
Mentors need to be trained so that they understand the philosophy of the afterschool program that they participate in. For example, mentors in a reading program need
training in phonics, teaching comprehension techniques, and the chunking of words.
Pairing peer mentors with students of the same sex is also recommended to avoid
distraction from school work, potential embarrassment, or shyness.
For a program to continue, new teachers and staff will need to be trained.
Providing a teacher salary is suggested for teachers overseeing mentoring programs
because of the amount of work involved.
After-school programs should be assessed frequently to assure that students are
progressing and relationships between mentors and proteges are smooth. Flexibility is
required to make changes during the course of an after-school program due to behavioral,
academic, physical, or social needs. Evaluating a program frequently helps solve
problems before they become complicated, and input from all people involved in an afterschool program will also help alleviate potential problems.
Despite the challenges, the mentoring after-school program created by the author
and her colleague was an outstanding success. All students improved at least one or more
grade level as indicated by the tests on Accelerated Reader. Tight friendships were made
between mentors and mentees and especially among children in the same grade. The

52

administrators from Gear Up, Toppenish Middle School, and West Elementary all asked
that the program be continued the following school year. Suggestions for further research
include differentiating between reading programs that give students ample time to read
books of their own choice versus programs that are more skill oriented.
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